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Abstract 
The study analyzes the key management actions for the prevention and reduction of school violence in educational centers 
belonging to the three types of administrative offices found in the Chilean school system. The methodology is quantitative with a 
descriptive cross-sectional design. The Questionnaire for School Environments of Non-violence (CENVI) was applied to a 
sample of 1410 students, 10-14 years of age. The results show a descriptive analysis that reveals the strengths and weaknesses of 
the management for the prevention of violence. Recommendations are given in the areas of training, peaceful co-existence and 
participation to promote a healthy learning environment in schools. 
© 2015 The Authors. Published by Elsevier Ltd. 
Peer-review under responsibility of Academic World Education and Research Center. 
Keywords: school violence; school coexistence management; healthy school environment; participation; school management. 
1. Introduction 
School violence is a phenomenon of global concern and the increasing prevalence of school violence presents 
the educational system and its members with the challenge of finding solutions. This in turn activates a growing 
concern for improving relationships within the school setting, in order to prevent violence and positively influence 
the psychosocial development of students and the learning outcomes of the school (Diaz-Aguado, 2006; Murillo, 
2011; Ortega, Chaparro, & Coll, 2010). 
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1.1. School violence  
School violence is a phenomenon that negatively affects students’ academic and social development and whose 
consequences can affect a person their entire life. The negative effects that victims experience can affect their 
immediate social environment, becoming a problem that transcends their school lives. Europe and the US have paid 
attention to this phenomenon since the 1980s, with a specific focus on its definition and prevalence (Perez, 
Astudillo, Valera, & Lecannelier, 2013) 
Violence is a historical construct associated with dominance, which would explain why it manifests in various 
ways. It is a learned negative behavior based on aggression, which occurs mainly due to a lack of the social and 
emotional skills needed to resolve conflicts peacefully (Carabajal, 2010; Ortega, Chaparro, & Coll, 2010). In 
educational establishments, the definition of violence differs from one context to another (Castillo, 2011). However, 
the theoretical approaches to the concept agree that the common goal of using violence is to cause pain within the 
context of a victim-offender relationship (Berger, 2011; Blair, 2009). This relationship is interchangeable and can 
mutate to a point where "the one who assaults or frightens may become respected, feared, admired or victimized" 
(Potocnjak, Berger, & Tomicic, 2011:45). Violence then, should not be understood based on the individual 
characteristics of its participants, but should instead be recognized as a group phenomenon. Reducing school 
violence requires recognizing that this is a multi-causal, complex, and dynamic phenomenon (Berger, 2011; 
Potocnjak et al., 2011; Tijmes, 2012). 
1.2. Effects of school violence 
The effects of school violence can increase and be prolonged when this violence becomes an abuse of power, 
when it is constant over time (Diaz-Aguado, Martinez, & Babarro, 2013),  when it implies inequality of power and 
when it signifies an experience of victimization (Olweus, 1993). Research has found that the psychosocial effects of 
the experiences of violence or bullying can cause many immediate socio-affective, cognitive, behavioral and identity 
issues in victims (Eisenberg, Neumark-Sztainer, & Perry, 2003; Fekkes, Pijpers, Fredriks, Vogels, & Verloove-
Vanhorick, 2006; Hinduja & Patchin, 2010; Kochenderfer & Ladd, 1996). Later on, as adults, evidence shows that 
the stigma suffered is often remembered with anguish (Nashiki, 2013) and both aggressors and victims can maintain 
the dysfunctional symptoms they experienced as children (Sourander et al., 2007). 
1.3. School coexistence management 
Healthy relationships with others and non-violence at school are managed through a healthy school environment. 
This healthy school environment promotes the building of interpersonal relationships based on mutual respect, 
expressed in the harmonious interplay and non-violence between different actors and participants within the school. 
The focus on a peaceful co-existence within the school environment is essentially formative, and is based on the 
recognition that a wide range of information, abilities and values should be taught and learnt in order to enable the 
student body to practice living in peace and harmony with others, since this is a foundational aspect of citizenship 
(MINEDUC, 2011, 2013).A healthy school environment has a significant impact on the socio-affective, ethical, and 
intellectual development of students. It also influences learning outcomes since disruptive or violent behaviors 
promote environments that impede the normal development of classes and affect students’ socio-affective and 
cognitive learning (CONACE, 2006; Murillo, 2011; OREALC/UNESCO, 2001, 2013).  
A healthy school environment is based on the school providing a learning space in which social skills can be 
developed (Eceiza, Arrieta, & Goni, 2008). Schools should plan and implement training programs that facilitate the 
development of socio-affective and ethical skills such as empathy, respect, mutual appreciation and healthy 
relationships. The management of the school environment should carefully promote positive classroom settings that 
enhance the social and emotional development of each of its members (Sanchez & Cerezo, 2011). The assumption is 
that the central aspect of education consists of socio-affective and ethical learning, as an essential contribution to 
civic education (Banz, 2008). 
The problem arises however when one realizes that schools and educational systems in general, have failed to 
respond to the high incidence of school violence, and management has been unable to implement programs to 
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reduce violence in schools and increase the development of socio-affective and ethical skills in the students. The 
official diagnoses show weakness in the implementation of management and training plans that promote 
appreciation of others, respect for all, and healthy peer relationships. According to data from the National Survey of 
Healthy School Environments from the Ministry of Education, implemented in 5,855 schools in the country, in 
Chile, 25% of students reported experiencing daily situations of violence, and 20% say threats and harassment 
among their peers is very common ((MINEDUC, 2012 [Ministry of Education]). 
1.4. Aspects of a healthy school environment 
Managing a healthy school environment necessarily involves the implementation of practices that ensure the 
generation of positive environments for student development and healthy interaction, promoting relationships based 
on mutual respect and non-violence between different participants of the educational community. The environment 
of each educational center should be managed according to their Institutional Education Project (PEI), and should be 
consistent with the performance standards proposed by ministry of education in the country. These allow schools to 
develop and evaluate their management practices based on three key areas: 1) Formation, which refers to the 
implementation of procedures and practices decided upon by the school, aimed at the holistic development of the 
students, and based on PEI, the Transversal Learning Objectives (OFT) and the Attitudinal Objectives of the 
national curriculum; 2) School environment development, which describes the practices that the educational center 
implements in order to create a favorable and safe learning environment for students, based on mutual respect and 
acceptance; 3) Participation and democratic life, which details the actions the school carries out in order for students 
to develop the skills which allow them to participate democratically, responsibly, and constructively within the 
educational community, without any forms of violence being present. 
In spite of the guidelines provided by public policy for the generation of healthy school environments, high rates 
of school violence are present in educational centers. These create the need to deepen knowledge of management 
practices in this area. Keeping with the previous ideas mentioned, this study focuses on the objective of analyzing 
the major management actions taken to prevent and reduce school violence perceived by students in educational 
centers of the three types of administrative offices found in the Chilean school system. 
2. Metodology 
2.1. Sample  
1410 students between 10 and 14 years of age participated. Of the total, 729 were male and 681 female. They 
were enrolled from 5th and 6th grade of primary education to 1st and 2nd grade of secondary education in six urban 
educational institutions in the city of Temuco, Chile. The distribution of participants and their demographic 
characteristics can be observed in Table 1.  
Table 1. Frequencies and percentages of demographic characteristics.  
    Frecuencia Porcentaje 
Genre Male 729 51,7 
  Female 681 48,3 
Level 5º Primary 376 26,7 
6º Primary 339 24 
1º Secondary 379 26,9 
2º Secondary 316 22,4 
Administrative Municipal 431 30,6 
Unit Funded 564 40 
  Private 415 29,4 
2.2. Measures 
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The questionnaire used was the Questionnaire for School Environments of Non-violence (CENVI) developed and 
validated by Munoz and Becerra (2014), which has adequate psychometric properties, internal consistency and 
indices of reliability. In guidance with several authors (Batista-Foguet, Coenders, & Alonso, 2004; Brown, 2012; Hu 
& Bentler, 1999; Joreskog, 1970; Joreskog & Sorbom, 1993; Kline, 2005) the instrument has values in its 
confirmatory factor analysis that indicate that it fits properly (X2 = 7993,75, df = 2993; CFI = 0,912, TLI = 0,91 and 
RMSEA = 0,033). Its two factors also exhibit appropriate indications of internal consistency (Cronbach's alpha of 
0,962 and 0,44 respectively). 
This instrument is shaped by two factors called "Types of school violence" and "Management of school 
environments for non-violence" and is composed of eight dimensions in total. This study specifically focuses on a 
deeper understanding the factor relating to the management of school environments for non-violence, which consists 
of three dimensions: Non-violence Training, Management for non-violence, and Participation. This last factor 
explores, through 29 items, the perceptions students have regarding key aspects of management carried out by the 
school and established by public policy on healthy school environments. 
The instrument measures categorical variables through an auto-response Likert scale, where respondents can 
comment on how often the statements set forth in each item would actually take place. There are four response 
options ranging from 0 to 3: 0 = never, 1 = rarely, 2 = frequently and 3 = always, not considering a central category. 
For the interpretation of the results, the higher the score, the more favorable the actions and management practices 
are for non-violence. 
The implementation procedures of the instrument considered three specific stages; a) negotiating access to the 
educational establishments through a purposeful sampling with accessibility criteria; b) consent: the directors of the 
schools authorized the investigation under the strict standards of ethics and confidentiality; c) control of intervening 
variables: reducing the influence of distracting variables such as time, space and optimal conditions for the 
implementation. Participation was voluntary for students, thus protecting the anonymity of their responses. 
2.3. Data analysis 
Data analysis was performed with descriptive statistics. This implies mediated central tendency (mean and 
median) as well as dispersion indicators (ds). The comparative analysis was performed based on descriptive 
statistics, indicating the average of each item. The data analysis was performed using SPSS software version 20 
(IBM Corp., 2011). Specifically, the descriptive analysis considered the identification of items that have the highest 
and lowest averages in the three dimensions evaluated concerning school environment management, thus identifying 
those aspects that represent the strengths and weaknesses in the management of the area. 
3. Results 
The results will be presented based on the analysis developed in the three constituent areas of school 
environments: Training for non-violence, Management for non-violence, and Participation. Each of these areas 
represents a dimension explored through the use of the CENVI instrument and the following values were found: 
3.1. Educating for non violence  
In this dimension, the highest average scores in all the schools evaluated are present in items related to the 
'reflection on conflicts' (1,91), the process of 'apologizing to peers' when participating in an act of violence (1,88) 
and the 'reflection on the consequences of violence' (1,76). The data shows that management practices in the area of 
training for non-violence that are most recognized by students are actions such as joint reflection among teachers 
and students about conflict and violence, as well as the incentive to develop compensatory initiatives when a child 
hurts another child. 
The lowest averages in the dimension of educating for non-violence are represented in the items related to the 
development of 'workshops for parents on prevention of violence or theft' (0,97), 'parent workshops on violence in 
social networks' (0,97) and 'campaigns and workshops to prevent violence and harassment' (1,18) (see Table 1). The 
data indicates that the weakest management practices in the area of educating for non-violence are concentrated on 
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the non-utilization and inclusion of parents, and in the absence of massive or extended violence prevention 
campaigns in schools (including parents at a higher level of complexity). 
Table 2. Values dimension items educating for non violence. 
ITEMS M SD V 
Item Nº 1 1,91 1,009 1,019 
Item Nº 2 1,76 1,017 1,034 
Item Nº 3 1,65 1,052 1,107 
Item Nº 4 1,59 1,058 1,12 
Item Nº 5 1,55 1,064 1,132 
Item Nº 6 0,97 1,042 1,086 
Item Nº 7 0,97 1,031 1,062 
Item Nº 8 1,88 1,032 1,065 
Item Nº 9 1,51 1,038 1,078 
Item Nº 10 1,5 0,981 0,963 
Item Nº 11 1,18 1,04 1,081 
Item Nº 12 1,68 1,12 1,255 
3.2. Management for non-violence  
The highest average scores in this dimension in all the schools evaluated, are represented in the items related to 
'citing parents for meetings for a student’s violent behavior' (2,2), 'sanctions for violence or peer abuse' (1,96), and 
'sanctions for discrimination' (1,96). The data shows that the students recognize that the strongest practices in the 
management for non-violence dimension are practices related to procedures such as the implementation of sanctions 
and citing parents when violence or discrimination occurs at school. 
The lowest average scores in this dimension correspond to the items related to 'guidance for parents of victims of 
violence' (1,34), 'keeping track of students aggressors or victims' (1,48) and 'having people trained in issues of 
violence' (1,65) (see Table 2). The data shows that the aspects lacking the most in terms of management for non-
violence relate to guiding and monitoring victims of violence and their families. This is consistent with the absence 
of trained management personnel in school. 
Table 3. Values dimension items for non violence management.  
ITEMS M SD V 
Item Nº 13 1,96 1,045 1,092 
Item Nº 14 1,96 0,995 0,989 
Item Nº 15 1,91 0,974 0,949 
Item Nº 16 1,97 1,006 1,012 
Item Nº 17 1,87 1,006 1,011 
Item Nº 18 1,87 1,053 1,109 
Item Nº 19 2,2 0,967 0,935 
Item Nº 20 1,34 1,116 1,245 
Item Nº 21 1,48 1,079 1,164 
Item Nº 22 1,65 1,12 1,254 
3.3. Participation 
In this dimension, the highest average scores in all schools evaluated correspond to items related to 'institutional 
support in situations of abuse' (2,03) and 'peer support in situations of violence' (1,92). This data shows that there are 
practices taking place in schools that lead students to perceive that when a student suffers violence, he or she will be 
initially supported by an adult at school and also by his or her peers. 
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The lowest averages in this dimension are shown in items related to 'participation in the creation of rules 
concerning the school environment’ (1,37), 'analysis of the reasons behind the rules' (1,37) and 'student 
collaboration in complying with the rules' (1,47) (see Table 4). This shows that the aspects most lacking in the 
proper management in this dimension relate to the lack of care taken to promote students’ active participation in the 
rule making processes. The student body perceives that it is being excluded from participating in the processes of 
reflection and elaboration of the rules governing the school environment of his or her educational establishment. 
This problem is also associated with the low score observed in the area of student collaboration in complying with 
the rules.  
Table 4. Values dimension items participation. 
ITEMS M SD V 
Item Nº 23 1,55 1,091 1,19 
Item Nº 24 1,37 1,069 1,143 
Item Nº 25 1,47 0,95 0,902 
Item Nº 26 1,67 1,079 1,165 
Item Nº 27 1,68 1,044 1,089 
Item Nº 28 2,03 0,994 0,989 
Item Nº 29 1,71 1,055 1,112 
Item Nº 30 1,92 1,02 1,04 
4. Conclusions 
Pending challenges that need to be faced in order to achieve healthy school environments and address and 
prevent violence in schools, must consider the weakest aspects from the perspective of the students because the 
reality is that they are the primary participants and users of the educational system. 
In the area of education for non-violence, it is possible to confirm that students in all the schools evaluated 
recognize that formative measures are implemented in schools, mainly during hours dedicated to promoting 
conversation and reflection with teachers about violence and its consequences, as well as raising awareness about 
the need to develop compensatory initiatives that require the student to take responsibility when he or she is abusive 
or violent to another. This is consistent with the recommendations of Chilean public policy (MINEDUC, 2013). 
Additionally, the formative actions taken for underachievement are concentrated on the low integration of families. 
This is a significant weakness. School violence needs to be worked on holistically and must include students, 
teachers and families in the process. The task becomes particularly difficult when a coordination of family-school 
efforts is not achieved. Furthermore, training processes in the area have shown positive long-term results when 
implemented simultaneously with schools and families, including visits to the homes of children who show major 
aggression problems (Chaux, 2013). 
The area of management of healthy school environments for non-violence indicates that the basic procedures 
such as the implementation of coherent and progressive sanctions to violent behaviors are being achieved. This 
underscores the idea that teachers are in a privileged position from which they can help prevent aggression and 
promote peaceful coexistence (Lopez et al., 2011). In the words of Chaux (2011) it is clear that this privileged 
position does not mean that teachers are to take the full weight of this responsibility, but it does mean that they 
should be able to handle any conflict peacefully and in accordance with the rules, procedures and sanctions 
established by the school. 
It is important to note that the schools lack of guiding actions for the parents of student victims or aggressors as 
well as the lack of necessary monitoring of known cases of violence, highlights the need to train teachers on 
strategies for peaceful coexistence and the need to have trained professionals in schools who are able to provide 
support and guidance on matters such as school violence. Several studies reveal weaknesses in regards to the 
training of teachers to understand and manage aspects of violence and aggression at school (Becerra, 2011; Chaux, 
2011). Regarding the need schools have for professional support, it is necessary to highlight that in Chile, public 
policy is discursive in its promotion of management practices in the area. However, the law on which it is based 
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does not require schools to have trained personnel (counselors and/or psychologists). A comparative study on 
centers who have these professionals on staff and those who don’t would shed light on their influence on such 
practices.  
Lastly, in the area of participation, the study revealed that students perceive low participation in the management 
of this dimension. Since the school does not reflect with them about the reasons behind the rules and there is no 
participation in the drafting of the rules concerning the school environment, a vicious cycle develops, which makes 
it logical that the students do not want to contribute to the fulfillment of these rules. This contradicts the healthy 
school environment policy that suggests that educational spaces have rules and sanctions that have been developed 
through a formative approach which, according to Varela (2011) includes values shared by all the community and 
must be accepted by all the members of the school. 
Consistently, the maintenance or decrease of the dynamics of aggression in schools relies heavily on student 
participation. The level of violence is quite dependent on what the people who are witnesses of it do when it takes 
place. This has very important implications for intervening in situations of violence. "Instead of aiming directly at 
stopping the aggressors, it may be more effective to get students and bystanders to decide to take on the role of 
defenders and, in so doing, stop the dynamic of reinforcing the aggression" (Chaux, 2011:80). The above ideas are 
elements to be considered in order to improve the management of healthy school environments that promote 
appreciation, respect for all, and proper treatment of others at school. 
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